One major aim of education is to help learners to understand themselves as persons and as individuals. In other words, the education is meant to enable learners to inquire not only without but also within. is aim can be achieved only if the teacher can create a situation in which such inquiry is possible. In order to act as such a catalyst the teacher must be equipped with such skills because if the teacher is not involved in the endeavour to understand herself, can neither she do much in understanding others nor in helping others to understand themselves (Jersild, 1995, p. 13 ). She will continue to see the learners through her own unrecognised subjective impulses using her own personal world view. Now the questions arise: How can teachers learn to understand themselves? Who and what can help them in this process? e professional literature answers through 'refl ection' (Dewey 1938 , Schon 1991 , Wallace 1991 . rough refl ection, teachers can explore their selves and that of the others. When teachers carry out systematic enquiry into themselves, they will understand themselves, their practices and their learners. Miller (1990) says learning becomes a major process in teaching when the teacher becomes refl ective, focused and conscious in teaching, when she starts inquiring to understand the processes going on around her, and when she takes herself into account as the object of inquiry (p. 45). Teachers normally work on 'autopilot' (Tripp, 1985) and become ritualised in their behaviour. e training programmes need to help teachers to develop the habits of refl ection so that they take informed actions.
Every teacher has her personal theory of teaching and learning which Kelly (1955) calls personal 'constructs'. ey make their own sense of, and have understandings of, people and events based on these constructs. ey make decisions to act on the basis of this sense and understanding. In order for teachers to transform, they need to adapt their constructs which will help fi t or map the (Bartlett, 1990, p. 203) Such deliberation requires looking back on the past actions and experiences and learning from them. In order to explore whether they are teachers acting in accordance with their beliefs, whether what they think they are doing and what they are actually doing are in harmony, teachers need to follow refl ective practice. Refl ection which is to assess 'the origins, purposes and consequences of his or her work at all levels' (Zeichner and Liston, 1985 as cited in Bartlett, 1990, p. 202 ) leads teachers to explore the underlying meanings of events going around them and their own actions.
Williams and Burden see refl ection as a process of bringing out one's own implicit knowledge and personal theories. ey say e task of the refl ective practitioner is to make this tacit or implicit knowledge explicit by refl ection on action, by constantly generating questions and checking our emerging theories with both personal past experiences and with the refl ection of others (Williams & Burden, 1997, p. 54) .
Whereas Williams and Burden emphasise refl ection to make underlying theories explicit, Ruddock (1984, p. 4) regards it as matter of professional responsibility.
Not to examine one's practice is irresponsible; to regard teaching as an experiment and to monitor one's performance is a responsible act.
Teacher educators need to understand that teacher preparation means developing in teachers low-inference skills such as giving instructions or asking questions as well as high inference skills such as planning and decision making (Wajnryb, 1992, p. 10, Richards and Nunan 1990, p. 4) . Prabhu (1987 as quoted in Wajnryb 1992, p. 11) conceptualises this idea as 'equipping' which means providing teachers with pedagogical knowledge and skills for immediate use, and 'enabling' meaning helping teachers to develop ability to independently handle professional aff airs. Training can 'equip' teachers with low inference skills but to 'enable' them with high inference skills teachers need to be involved in refl ective practice. Bartlett (1990, p. 209 ) presents a fi ve step refl ective cycle: mapping, informing, contesting, appraising and acting. At the mapping step, teacher observes and collects evidences about her own teaching. By using diary, journals, audio or video means, the teacher takes the fi rst step in refl ecting on and about practice. In the second step, which is informing, the teacher having mapped her images in relation to teaching, tries to look for meaning behind the maps.
e process of refl ective teaching. Adapted from Bartlett (1990, p. 209) is can be better done by sharing maps with colleagues. In the third step, the teacher tries to fi nd the underlying reasons and background for the behaviour. Contesting involves looking for inconsistencies and contradictions in one's own thinking and doing. Having established the contradictions in principles and behaviour, at the appraising step the teacher goes on to fi nd out alternative ways of her teaching which are consistent to her understanding.
en at the fi fth step, which is acting, the teacher acts in the way envisioned in the appraising. If this acting does not bring about expected results, the second cycle of refl ective teaching begins.
is fi ve stage refl ective cycle is a generic concept because this refl ection process can be realised simply as described above or through diff erent activities. e focus point is professionals involved in teacher development need to 'enable' teachers to undertake refl ective practice as an integral part of their classroom teaching.
